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This study aims to evaluate the levels of information processing strategy employed by 
college undergraduates after viewing a clip from a one-hour television program preceded by 
a media literacy instruction module. The purpose of the experiment is to evaluate the effects 
of receiving media literacy training on the knowledge gained, the viewing behavior, and the 
information processing strategy employed by students to comprehend the show's messages. 
It was found that media literacy training did improve the knowledge gained by the subjects 
and that most people processed the information at the lowest processing level. Additionally, 
evidence was found that subjects who are older, frequently watch news programs, and watch 
more documentaries are more likely to employ a higher level of information processing 
strategy. 
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CHAPTER 1: INTRODUCTION AND STATEMENT OF THE 
PROBLEM 
Mass media messages have always been under question and scrutiny throughout the 
world. The persuasive power and influence of media content has consequently focused 
attention on what effects are produced on an unwitting audience. In the United States, this 
uncertainty has led to "three distinct strategies for protecting or empowering the public: 1) 
regulation, 2) public and governmental pressure on advertisers and those responsible for the 
creation of mass media [content], and 3) media education" (Davis, 1993: 11). The last 
concept has metamorphosed into a construct known today as media literacy. 
Although Brown (1991) states that the concept of media literacy came into existence 
shortly after the birth of the cinema, its meaning remains vaguely and narrowly defined. A 
large amount of literature exists regarding the definition of media literacy. In fact, the 
Journal of Communication dedicated an entire volume in 1998 to more thoroughly explicate 
and understand this concept. The field of media literacy inquiry has been defined differently 
in this volume alone. However, the editor of the volume deduced from the myriad of 
explanations a definition that is apt for this study. Media literacy, he explains, "is about 
understanding the sources and technologies of communication, the codes that are used, the 
messages that are produced, and the selection, interpretation, and impact of those messages" 
(Rubin, 1998: 3). 
A paper presented at the National Leadership Conference on Media Literacy divided 
the major approaches to the teaching of media literacy into five models. The first, media 
activism, is an argument for media literacy rather than a method to teach it. The idea is based 
on David Buckingham's (1986) "three distinct strands of reasoning used to encapsulate 
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widespread concern about the effects of media: 1) moral panics, 2) the plug-in drug, and 3) 
consciousness industries" (Davis, 1993: 12). The concept of "moral panics" describes the 
concern that media messages are destroying moral aptitude. The "plug-in drug" argument 
states that the media is "dumbing children down," while the "consciousness industries" 
concept worries that the media are promoting bad ideologies (p. 12-13). This approach's 
activist bent makes it too strident and is not well suited to the teaching of media literacy. 
The second and most popular method of media education is the protectionist model, 
which is grounded in the inoculation theory. This theory promotes the teaching of popular 
media materials in classrooms so that students will become immune to the media's 
potentially harmful effects. The approach consists of two dimensions. The first contends that 
"the purpose of media education is to teach students to appreciate and demand 'true' art 
rather than media art" (Davis, 1993: 14). Essentially, it proposes that people crave the 
unintelligent popular media because they have no aesthetic references; but if they are taught 
what constitutes good art, then they will turn away from the popular media. The second 
dimension of this model aims "to accentuate the positive in media. Thus media educators 
[are] able to teach discrimination among media, looking for the best and avoiding the worst" 
(p. 15). As such, students are able to select good media content, such as educational or artful 
television programs, by developing their tastes. Thus, the main objective of this model is to 
provide students with protective tools to defend themselves against the potential adverse 
effects of the media. 
The third model employs the uses and gratifications theory, which proposes that 
media receivers are not acted upon, but that they act upon media content. This concept is 
used "to help children develop their own criteria for viewing and listening" (p. 17). 
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The fourth method is the cultural studies approach, which considers media content to 
be '"texts' to be read, deconstructed, demystified, or demythologized" (Brown, 1998: 53). 
The teaching topics are to facilitate discussions about the deeper meanings in the media by 
analyzing the material on political and social levels. 
The final approach to media literacy instruction is active viewership, which allows 
media content's meaning to be interpreted "in completely different ways by different 
viewers" (Davis, 1992: 20). Using this approach, students are encouraged to make their own 
conclusions in regards to meaning and support their hypotheses. 
Although there are different ways to approach media education, there are core 
concepts generally agreed upon. "These core concepts focus on language, narrative, 
institution, audience, representation, and production" (Johnson, 2001: 8). Language refers to 
teaching the skill of interpreting meaning "derived from reading the codes and conventions 
of media text. These codes and conventions comprise the language of the text" (p. 10). 
Narrative refers to teaching the process of how the stories are told through the media. The 
institution aspect is meant to raise students' awareness of the business structures in place that 
produce and present the media. Audience refers to the way in which media literacy educators 
regard viewers, who are considered "not as passive consumers but as active participants in 
receiving, decoding, and interpreting messages" (Johnson, 2001: 13). The representation 
element illuminates the media's generalizations concerning people, such as stereotypes, and 
how these messages affect the audience's worldview. The production experience is meant to 
facilitate a hands-on understanding of the media by having students produce their own media 
messages (p. 10-14). 
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Television Literacy 
This study focuses on the teaching of television literacy, perhaps the most 
controversial of all media literacy topics. Boston University's postsecondary media literacy 
program, for instance, suffered ridicule from government officials who called it a waste of 
government money to only teach "college students how to watch television" (Davis, 1992: 
18). Media education based on popular television is a controversial subject within the lower 
grade school system as well. Hobbs (1998) states that "in the context of elementary and 
secondary schools, there is considerable debate about the merits and pitfalls of using popular 
media texts in the classroom" (p. 21). Even media literacy models discriminate against 
popular television, exemplified by the aforementioned protectionist model, which attempts to 
deter students away from "bad" television. However, as Brown (1991) suggests, "ironically, 
the very medium that contemporary society associates with superficial techniques and trivial 
content is the same medium that respected educators and social researchers seriously look to 
as an agent for renewed study and growth in cultural experience and understanding" (p. 16-
17). 
Television content can be divided into several categories. This is because "televisual 
communication is ... characterized by its great diversity; it serves the functions of the 
newspaper, theatre, cinema, sports arena and music hall all rolled into one" (Masterman, 
1980: 8). A wide variety of television content could be taught, but this study focuses on 
entertainment television shows of which several genres exist, including sitcoms, soap operas, 
dramas, and reality programs. These genres exist as a "cultural practice that attempts to 
structure some order into the wide range of texts and meanings that circulate in our culture 
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for the convenience of both producers and audiences" (Fiske, 1987: 109). Specifically, this 
study explores the one-hour action television program as the subject of inquiry. 
Analyzing Television Content as Cultural Products 
Despite all the attempts and arguments to deter people away from television, people 
still continue to watch it. The public generally castigates the medium, but the same people 
who are appalled by it are viewing it. Williams (2002) observes, 
By the time students reach college, they are in no doubt that textual literacy has value 
and that literacy in mass popular culture - if they are even aware of such an idea -
does not. This experience sets up cognitive dissonance for students who are, at the 
same time, consuming television in large amounts an average of three hours a day, 
according to two recent surveys (p. 3). 
Kubey (1998) estimates that "television viewing in many developed nations, certainly in the 
U.S., absorbs, on average, half of all free time" (p. 67). What exactly is the draw to 
television? James A. Brown (1991) attempts to answer this question: 
Television's conventions, its program schedules of information and entertainment, its 
pace and patterns of presentation, its omnipresence in homes and on the world scene 
as an electronic window or mirror all help weave together the fabric of our society 
that we call contemporary culture which is broader than "popular culture" (p. 17). 
In this respect, television programs tell us our stories. According to Brown (1991) 
"stories' ... show how things work, what things are, what has value and is worth choosing, 
and what we are to do about it" (p. 17). In other words, television's entertainment programs 
are cultural products that send cultural messages and are, in turn, affected by the larger 
cultural milieu of which they are a part. 
How, then, are these cultural messages transmitted through television? Media literacy 
advocates say this is largely done through the media education core concept called the 
narrative. As Adrian Tilley (1991) explains, to study narrative is to" pick apart storytelling, 
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our own and that of others around us, in our personal interaction and in our relations to other 
agencies who are in the business of 'telling tales"' (p. 53). To Tilley (1991), narrative is the 
"coherent sequencing of events across time and space" (p. 54). Therefore, by exploring a 
television show's narrative, one attempts to understand the way in which the story is 
conveyed. This can be done through three types of analysis: (1) analysis of a narrative's 
problem structure, an almost intuitive concept to avid TV show viewers, consisting of an 
initial problem and subsequent content developed around a solution (Tilley, 1991). (2) Based 
on Todorov's (1973) method, initial equilibrium - which is defined as "a balance of social, 
psychological, or moral elements" - is disrupted and then produces a new equilibrium at the 
resolution (Tilley, 1991: 56). (3) Based on Vladimir Propp's (1968) functional analysis 
method, "characters are understood not for who they are or what they are like but for the 
structural role they play in the story ... Events function similarly in a cause-and-effect relation 
of action and reaction" (Tilley, 1991: 58). 
These analytical models, while useful for illuminating the function and structure of a 
television program, do not provide an interpretive framework for the analysis of meaning 
embedded in television shows. This actually happens through the expression of codes; 
"meanings will be encoded by the narrator, transmitted through a medium and decoded by 
the narratee"(p. 61). In other words, the creators of the show (writers, directors, and actors) 
send a message by presenting a code that the television viewer receives and interprets. "A 
code is a rule-governed system of signs, whose rules and conventions are shared amongst 
[the] members of a culture, and which is used to generate and circulate meanings in and for 
that culture" (Fiske, 1987: 4). 
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Roland Barthes (1975) developed a system of five different codes. Tilley (1991) lists 
the first two codes, proiaretic or action, and hermeneutic or enigma, as ways by which the 
narrative is developed. The remaining three are important for conveying the tone of the 
narrative. They are semic, the descriptive codes; referential, the words or images that refer to 
the real world, and symbolic, or metaphorical codes (Tilley, 1991). Because Barthes 
(1975) developed this system of codes to analyze written text, Tilley (1991) warns that "care 
needs to be taken in applying it to visual texts like films and television programmes" (p. 62). 
Fiske (1987) later expands on this system of codes to include technical codes, which include 
camera work, lighting, editing, music, casting, setting and costume, make-up, action, 
dialogue and ideological themes. These additional codes all fit within Barthes' (1975) five 
codes, which will be considered in this research. 
Objective 
The ideology of media literacy regards television viewers as capable and competent 
interpreters of media messages if they have the tools to better understand the messages, 
which has the potential to shape their view of the world. However, few of these tools are 
available to foster more intelligent and discerning viewing. Even less available are studies 
that test the ability of these tools. Therefore, teaching media literacy through an instructional 
model and evaluating its performance is the main goal of this research endeavor. 
Anyone who has attempted to write a teleplay learns that television writers follow 
certain rules and abide by a format. Writing a television program script is a complex 
undertaking. Directors and designers are responsible for producing the visual aspects of 
television shows, which add to the messages the writers attempt to convey. Even those astute 
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in interpreting cultural messages have to be made aware of the shows' codes that transmit 
information. 
Television literacy aims to equip viewers with tools that could be used to interpret 
and use these codes that Kenneth Burke (1967) referred to as "equipment for living" (p. 293). 
How individuals process information has been categorized into three strategies that are used. 
Created by Kosicki & McLeod (1991), these strategies are called selective scanning, active 
processing, and reflective integration. Selective scanning is the strategy employed when an 
audience member quickly glosses over various information to determine what is generally 
presented. Active processing is the level employed when an individual attempts to decipher 
what the present media content is about. Reflective integration is the information processing 
strategy that people use to interpret media content to inform their view of the world and their 
place in it. 
This study examines whether audience members receiving media literacy instruction 
affects the manner in which they process the messages embedded in television entertainment 
shows. The media literacy instructional model created for this study involves teaching 
undergraduate college students how a one-hour action television program is crafted, detailing 
the narrative structure, language elements through production values, institutional aspects, 
and the presentation of codes. Undergraduate college students are the target group because 
of their precarious age. It is the assumption of this study that they are young enough to need 
media literacy, in that they do not read media products carefully, but that they are old enough 
to be able to process information at a higher cognitive level. 
A 16-minute clip derived from a one-hour action television program was chosen as 
the experimental stimulus because of the production elements characteristic of one-hour 
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action shows. These programs are dependent on scene locales, which make them more 
artistic in design and richer in representative codes. This affects the depth and breadth of 
messages sent by the visual content as opposed to half-hour sitcoms, which are produced in 
studios and heavily rely on dialogue (DiMaggio, 1990: 84). This study attempts to identify 
how people process the information they see and if they consider and examine the cultural 
messages in terms of their meaning and how it informs their understanding of the world. 
Thus, it is important that the television material used in this study has manifest and latent 
meanings embedded in it. 
Rationale 
Having grown up surrounded and constantly bombarded by media messages, it may 
be argued that college undergraduates are already savvy media consumers. Because they 
have been immersed in it, then they must naturally understand it. However, teaching the 
structural elements of television shows is much like teaching Shakespeare. Teachers must 
first instruct students of Shakespeare's narrative form. Williams (2002), studying how 
undergraduate students in a first year writing course judge the quality and meaning of 
television shows, observes that students are savvy in interpreting visuals, but only on an 
emotional basis. He remarks that "students often seem more focused on interpretation and 
emotional response and more puzzled by or resistant to analysis" (p. 79). He blames 
television watching as being responsible for this lack of analytical skill. This study contends 
that students do not know how to analyze entertainment television shows because they are 
not formally taught to do so. 
This study focuses on college undergraduates as a target for media education because 
the media literacy analytical tools can come in handy at this stage when they are examining 
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the world around them and designating their place in it. Often this age group looks to mass 
media materials for information. Media literacy skills could ensure that they consciously 
attain knowledge about the complexities of the content of their television shows. These 
interpretive skills could help them better receive information to understand the world and 
themselves. 
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CHAPTER 2: LITERATURE REVIEW AND THEORETICAL 
FRAMEWORK 
The purpose of this study is to explore the effects of a media literacy instructional 
module on how audience members process the information in a clip taken from a one-hour 
television program. Individuals targeted for examination are undergraduate college students. 
How they comprehended the clip was evaluated based on a number of knowledge and 
behavior questions, along with questions assessing the level of information processing 
strategy utilized. Media literacy is not a new concept. This chapter focuses on how students 
are taught to be media literate and how this has been done in the Classroom. 
Previous Classroom Applications of Media Literacy Lessons 
In United States classrooms, there has been a long history of confusion regarding 
media education. The federal government has yet to require it in the curricula. "With few 
states or local school districts having mandated a need for media education, and with most 
education schools turning out teachers no better equipped to do media education than was the 
case 20 years ago, the U.S. situation is one with no, or precious little, formal training" 
(Ku bey, 1998: 62). Thus, we are faced with very limited media literacy lesson plans and 
even less approaches that embrace its six core concepts: language, narrative, institution, 
audience, representation, and production. 
As defined in the first chapter, the language element in media literacy training refers 
to the teaching method's ability to inculcate the ways by which the media relays messages. 
This is done by examining codes and conventions that make up the text of media materials. 
Narrative refers to the way a story is told through the media. The institution component is 
meant to teach students the business aspects embedded in all media products. The audience 
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element refers to the way media educators consider viewers. They are regarded as active 
interpreters capable of creating their own meanings from the media's messages. The 
representation aspect is meant to spur students' examination of how the media presents 
groups of people, sometimes in the form of stereotypes, and how that contributes to the way 
these groups are perceived. Finally, production is the experiential element in that it 
encourages students of media literacy to create their own media messages. 
Only a handful of documented cases actually meet the description of media education 
that embodies the six core concepts mentioned above. The following accounts of common 
media literacy applications in U.S. classrooms are offered to describe the media literacy 
scenario and pinpoint the cases and case features that are applicable to the current study. 
James Brooks (1998) describes his approach in teaching media literacy to his high 
school English class as "a way of preparing tenth-grade students to do a critique of a 
particular work in one of the following six nonprint media categories: movies, TV shows, 
audio recordings, music videos, live performances, and computer programs" (p. 21). He 
initiates this process by asking a series of probing questions in a general discussion of a 
current film. After exposure to the films, students were asked: "What did you think of that 
movie? How was the acting? Was the situation believable?"(p. 22). After the students 
discuss the film, Brooks reads a professional review of it. He proceeds to ask his students to 
write up a similar review of a material from one of the previously listed six nonprint media 
categories. 
Brooks poses questions that are required to be included in the students' reviews. 
These questions are designed "to get students to place the work into a larger context within 
our culture and society" (p. 22). He lists examples of these questions: 
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• Do you see any comparisons between this work and a print form of media, 
such as a novel, short story, poem or non-fiction work? Does it compare 
favorably or unfavorably? 
• What values, if any, does the work appear to promote or criticize? 
• Does this work add to or detract from the overall quality of contemporary 
culture? 
• Does the work inspire you to create something on your own or with the 
assistance of others? 
• Much has been made about the influence of modem media upon the behavior 
of youth. Do you see any possible way that the work you have critiqued could 
influence the behavior or attitudes of your peers or any other age group? (p. 
22) 
He describes the students' projects as varying "tremendously in subject matter, depth, and 
creativity" (p. 22). This wide variety of performances could be due to Brooks' lesson plan, 
which consists only of questions for the students to consider. It does not provide instruction 
concerning the media materials' business aspects, of how it was constructed and how it was 
told. Thus, the questions do not incorporate all six of media literacy's core concepts. Also, a 
report of what the students learn through this experience is not provided. It is not clear from 
this account if any evaluation measure is taken at all. Because of these reasons, Brooks' 
lesson cannot be considered a sufficient media education practice. 
Another media literacy classroom example is Renee Hobbs' (1998) television lesson 
in which her class carefully analyzes one episode from a television sitcom. This process is 
meant to teach the class how to evaluate humor on television. She explains her procedure as 
follows: "we actively use the pause button while a student at the blackboard writes down 
other students' analysis as they try to document every instance where the program is making 
fun of something, somebody, or some idea" (Hobbs, 1998: 50). After identifying these 
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targets of humor, she has the class analyze the patterns involved in the episode. The students 









What is the author's purpose? 
Who made money from this message, and how did that exchange take place? 
What lifestyles, values, and points of view are represented about human 
nature and society in this [visual] text? 
In what ways is this message realistic or unrealistic? 
What techniques are used to attract and hold your attention? 
What knowledge (not presented in the text) helps enhance your understanding 
of this message? 
What historical, political, or social events does this message connect to? 
What does the author appear to really believe about some of the issues 
represented in this text? (p. 50) 
In comparison to Brooks' technique, Hobbs' version of media education displays a marked 
improvement. This is evident from her questions, which obviously reflect media literacy's 
six core concepts. However, this account does not provide her students' reactions or an 
assessment of what the students have learned by engaging in this activity. Also, it is not 
clear that merely posing questions to students causes them to alter their perception of 
television. This may work for the duration of the class, but it is inconclusive as to whether 
these lessons make a long lasting impression. 
Applying media literacy instruction at the undergraduate college level, teachers 
Owen, Silet, and Brown (1998) in the English Department at Iowa State University start by 
giving students a background questionnaire that asks what they "read and view aside from 
school assignments" (Owen, et al., 1998: 28). The questionnaire also asks students "about 
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their television-viewing habits: what shows they watch, how often, and who their favorite 
television personalities are" (p. 28). Taking cues from their experiences in teaching 
television literacy, Owen, Silet and Brown found that (1) students regard television as 
"essentially 'just entertainment."' (2) "students must change their initial viewing habits in 
order to become critical viewers," and (3) "if students develop active, critical viewing habits, 
they will come of their own accord to begin to understand the breadth and subtlety of 
television's power and the serious personal and cultural consequences it has for all of us" (p. 
28). 
By conducting a series of activities, the authors aim to jolt "students out of their 
customary viewing habits and help them develop a reflective attitude" (p. 29). These 
activities are initialized by an analysis of a magazine ad, which is meant to "start with the 
students' own experience and perceptions" (p. 29). Accomplishing this moves the students 
from the simple to the complex, which eventually teaches them how to shift from being a 
passive television viewer to an active one (p. 29). The idea behind the initial simple activity 
is to facilitate the students' detail perception, and "once students are seeing more detail, then 
we repeatedly encourage them to interpret what this detail means" (p. 30). 
After a series of steps that takes students from the simple to complex modes of media, 
the students eventually analyze a fictional television show. Here, a number of detailed 
questions are to be considered, including, 
1. What is the plot of the show? Write a concise plot summary. 2. What is the 
audience focus of this show? Age? Sex? Education? Economic status? Primary 
interests? Occupation? Size of audience? Social group? .. .4. What emotional appeals 
do the producers of the show use to get its viewers 'hooked" e.g., power, family life, 
humor, drama, vicarious living, emotions? (p. 31) 
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The sophistication of the class activities and the questions posed indicate that the teachers 
have a full understanding of the core concepts of media literacy. Additionally, in a pilot TV 
show writing activity, students are asked to consider short story construction techniques 
"such as plot, character, setting, fantasy and escape, and imagination" and they must take 
"into consideration all aspects of the television process: advertising, camera angles, lighting, 
sound, and so on" (p. 32). Although students are asked to pay attention to detail, the 
structural elements of a television program are not taught in this model. The students must 
construct a television show from what they personally gather about television shows, not 
from what they learn in class. Therefore, this lesson plan is a good place to start, but does not 
thoroughly explain the format of television programs. 
A recent media literacy method constructed by the collaboration of communication 
professors Porter, Larson, Harthcock, and Nellis (2002) introduced the idea of the Scene 
Function Model. This model thoroughly explores the narrative function in understanding 
media material. 
To understand narrative function, it is important to examine theories that have been 
applied to understanding and explaining narrative in literature. This field, known as poetics, 
is defined as a "reasoned account of the structure of narrative, the elements of storytelling, 
their combination and articulation" (Chatman, 1978: 15). Through a structuralist 
interpretation, all elements of a narrative serve a purpose. Thus, to understand a narrative, its 
basic components must be identified. 
In a narrative text, there are two parts. The first is the story, or content. The story 
consists of two categories: events, which are actions and happenings that occur, and 
existents, which are the characters and settings (Chatman 1978). The second part of the 
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narrative is the discourse, which is "the expression, the means by which the content is 
communicated" (p. 19). The discourse is also described as being "concerned with how the 
story is arranged and presented: the look, the feel, and pace of the story" (Porter et al., 2002: 
25). In the course of a story, two types of events take place. The first type is known as 
kernel events, which "are nodes or hinges in the structure, branching points which force a 
movement into one or two (or more) possible paths" (Chatman, 1978: 53). Kernels are the 
events in a story that determine the following course of events. "If a kernel were altered, the 
plot would be changed; the entire story would be different" (Porter et al., 2002: 25). The 
other event is called a satellite, which does not alter the story. Satellite events, if deleted, 
would not diminish the understanding of a story, but would "impoverish the narrative 
ascetically" (Chatman, 1978: 54). Satellites "help create the texture of the narrative by 
providing depth and richness to the story" (Porter et al., 2002: 25). 
This model takes into consideration all the elements identified as composing a 
narrative's structure, and employs these concepts to instruct students on how to divide the 
s~enes of a one-hour television program. A scene is defined by Porter, et al. (2002) "as the 
duration of time that contains two or more camera shots, and shows action that is spatially 
and temporally continuous" (p. 25). In this model, students are taught the meaning and 
function of kernels, satellites, discourse and story concepts and are provided with analysis 
sheets, which "are open grids that allow the student to write down the act and scene number, 
the storyline (A, B, C, etc.), the names of the main characters in the scene, the location of the 
scene, and the scene function" (p. 26). After watching each scene, the students are asked a 
number of questions regarding the type of scene, and they are asked to identify each scene as 
a kernel or a satellite, which is to essentially determine the purpose of the scene. 
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While this is the closest media education model resembling the one that was created 
and implemented in this research, it seems to be excessively complex. It is understandable 
that kernels and satellites are useful in understanding literary texts, but television is an 
economic medium where any decadent writing is cut. Television writer Madeline DiMaggio 
(1990) instructs that "every scene must move the storyline forward and advance the plot" (p. 
27). If a scene is not moving the plot along, it is discarded. Thus, satellite scenes would be 
rare, if present at all, in television programs. Additionally, a scene may sometimes appear to 
be a satellite scene, but later proves to be a crucial kernel scene. This happens because of the 
"story arc," the storyline that spans a number of different episodes (Porter et al., 2002: 24). 
A scene that appears to merely provide depth to a character in one episode may turn out in 
subsequent episodes to be a crucial event that moved the entire story arc in a different 
direction. Thus, because of the restriction on the content of television and due to the 
confusion that could be created by defining scenes as satellites or kernels, this activity does 
not appear to be the best way to inculcate television media literacy. 
From these examples, one can deduce that the actual application of media literacy in 
the classroom is varied. This is to be expected considering that the National Leadership 
Conference on Media Literacy that began to officially define the actual field was not held 
until 1992. Ten years later, the previously listed examples display the lack of uniformity that 
has been taught regarding media literacy to adolescents in the United States. 
The remainder of this chapter will detail the aspects of what could be taught in a 
television literacy program and the elements that will be employed in the television education 
instruction module used in this study's experimental design. 
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The Formatted Teleplay Structural Model 
This model, initially created in this research, focuses on the six core concepts of 
media literacy to teach the structure of a one-hour television show. This model also attempts 
to reflect Masterman's (1980) proposal, which defines television education as "a 
demythologising process which will reveal the selective practices by which images reach the 
television screen, emphasize the constructed nature of the representations projected, and 
make explicit their suppressed ideological function" (p. 9). The idea of this study is to teach 
the six elementsinvolved in a one-hour show, which should allow students the tools to 
process the show at a higher cognitive level. 
Narrative 
As Chatman (1978) describes it, "narrative discourse (the structure of narrative 
transmission) consists of elements shared by narratives in any medium whatsoever" (p. 24). 
In a television program, there are rules imposed on its narrative format. In writing any 
teleplay, these rules must be adhered to because television networks mandate them. These 
structural rules are rigidly applied and writers must conform their creative material to fit into 
them. There are specific rules for each type of television program. This study explores the 
format rules of one-hour action television programs and how the content is transmitted as the 
bedrock of the proposed formatted teleplay structural model. 
In a one-hour television program, there are usually four acts. The first act is the setup 
that "establishes what the story is about and the dramatic need of the character or characters" 
(DiMaggio, 1990: 88). The second and third acts are designed to present and display 
confrontation; it is here that the "characters meet the majority of their obstacles. Each 
obstacle creates conflict that builds the necessary tension" (p. 88). The fourth act is the 
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climax and the resolution. "The writer must look at all four acts as complete units" (p. 90). 
Each act must be evaluated in terms of what it accomplishes. 
One-hour programs vary in how many plots are involved. There can be as many as 
four stories in one episode. The main story is the focus of the episode. A subplot 
"subordinates the main story" (p. 44). There can also be an alternate main story and an 
alternate subplot. 
Language through production values 
Each act is composed of scenes. DiMaggio defines a scene as "a unit of action that 
moves the story forward" (p. 26). It is important to understand the scene as serving only a 
plot function in television, which further supports the initial observation that scenes in 
television shows should not be divided into kernels and satellites. However, the scene is 
important in rooting the place and time of each instance. A writer indicates this on the 
teleplay by codes of camera directions, "either interior (INT.) or exterior (EXT.), and the 
locale. Next, it establishes if it is day or night" (p. 26). 
Scenes can be considered the language of the one-hour television program because 
they are the conventions that transmit the text. There are three different types of scenes. The 
first is the establishing scene or shot that aims to "establish where we are" (p. 28). For 
example, in episodes of the television drama Matlock, a shot of a courthouse occupying the 
entire frame of the picture is given before the scene takes place inside a courtroom. This 
establishing shot indicates where the scene is supposedly taking place. The second type of 
scene is the dialogue scene, which is meant to "convey information and to reveal character, 
conflict, and feelings" (p. 28). These scenes, as their name suggests, are where the characters 
are shown talking to each other. The third type is the visual metaphor, or scene sequence, 
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which is a series of scenes used to communicate a message sans dialogue. These types of 
scenes are particularly useful in television writing because they allow the writer "to cut 
between locales, maintain continuity, and keep the pictures moving" (p. 29). However, 
regardless of the different types of scenes, 
all scenes (except for establishing shots), and all sequences have a crisis, a climax and 
a resolution. The crisis is the build, at this point the action could go either way, but an 
outcome is inevitable. The climax is the height of the dramatic action. The 
resolution is the result of the dramatic action (p. 29). 
This model contends that the visual language of television shows is constructed by 
production elements. This means that the types of camera shots and the editing of the scenes 
are essentially production values that create television programs. It is these aspects that 
construct the language used in television shows. 
Institution 
The act structure follows the scene structure as well. Each act has a crisis, climax, and 
some resolution. Punches at the end of each last scene create a strong act end. This hooks 
the viewer and ensures they "will return to the show after the break" (p. 88). It would be 
palatable to think that these programs are telling a story for the sake of the narrative. 
However, the primary function of television is to make money. Therefore, to understand the 
structure of a television show is to understand that it is written to sell the story. As 
DiMaggio (1990) states, "action shows sell action. I don't mean action in one act, but rather 
action sustained throughout all four acts" (p. 85). However, rather than considering this 
aspect of television as despicable, it could be viewed that this element heightens the 
emotional impact of the story by utilizing the structure. For example, the cliffhanger at the 
end of the second act is "the biggest crisis, the most teeth-clenching moment in [the] story" 
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(p. 88). This is because the longest commercial break is inserted at this point, posing the 
greatest danger of losing viewers. 
This formatted teleplay structural model provides a good understanding of the 
business aspects of a television show by their capitalistic purpose. Teaching the format of 
one-hour programs, not only explains how a narrative is relayed, but also describes how the 
visual production values compose the language of television programs to communicate 
media messages. It teaches the "scene" as an element used in television's language. This 
media education model is still not complete, however, because it does not provide any 
explanation of how this structure's meaning is transmitted, or how it represents culture. 
Therefore, the next section explains how a television program transmits cultural messages. 
Representation through codes 
As briefly stated in chapter one, television sends cultural messages through codes. 
Therefore, it is important to look not only at the structure of a one-hour television show, but 
also at the codes represented in each scene. These codes will be examined in terms of 
Barthes' (1975) five codes of a narrative. 
The first in Barthes' (1975) categorization is the symbolic code, which "organizes the 
fundamental binary oppositions that are important in a particular culture" (Fiske, 1987: 142). 
This is operationalized in this study by teaching that good and evil elements in the one-hour 
action show "create the conflict that moves the story forward" (DiMaggio, 1990: 87-88). 
The second code is the semic, which "works in a similar way to construct the 
meaning of character, objects or settings" (Fiske, 1987: 142). Sometimes these elements are 
called "semes," and they are the most basic meaning of the dialogue characters communicate. 
They are also embedded in the objects in a scene as well as in the location or where the scene 
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takes place. These codes are important in television writing because characters are used to 
move the story along and their dialogue is crucial to inform the viewers of pertinent 
information that would be too complicated to show visually. Also, dialogue can be crucial in 
filling in plot holes. This is called "pointing an arrow" and is an easy mechanism to smooth 
out writing flaws or inform the audience about certain characters' motivation for behavior 
(DiMaggio, 1990: 93). Additionally, the settings of scenes are important because "the power 
of the one-hour episode .. .is in the picture. Regardless of the plot lines, these shows use 
quick-paced visuals to keep their audiences riveted" (p. 84). Thus, the scripts in one-hour 
television programs are highly influenced by the place or location of the scene due to the 
aesthetics of the visual, which strongly appeals to the viewers' interest in the action. 
The next code is the referential, which represents the reality element of the fictional 
event in the narrative. This code is important in communicating a cultural message because 
what is expressed as real is "the common stock of a culture as it is expressed in the 'already 
written' knowledges of morality, politics, art, history, psychology, and so on" (Fiske, 1987: 
143). Therefore, what is expressed as a commonplace element of reality is accepted as 
representative of reality. For example, in a narrative written by an American television 
writer, a character's envy of another character provokes a violent act and the American 
audience sees this as a plausible motivation and realistic behavior. Such an episode is highly 
expressive of cultural norms. 
The code of actions is the fourth code, which provides an easy way for the audience 
to understand the action in the narrative. This is because these codes express actions that 
have been done before in other stories. Audiences are familiar with them because of their 
experience with other stories. For instance, if there is a young man and a young woman who 
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are both rather attractive, it is highly probable that they will eventually become either 
romantically involved or intimately linked to each other. These codes are important in 
television because there is a limited amount of time to tell a full narrative resulting in the 
need for many assumptions. 
The last code is the hermeneutic. These codes are evident in mysterious elements in 
the narrative and are "motivated by the desire for closure and 'truth"' (p. 143). They ar~ the 
events that move towards a resolution of the story. A television program must utilize this 
type of code because it aims towards resolving the conflict and arriving at the climax. 
Following the formatted teleplay structural model, there must be a crisis, climax and 
resolution not only in the entire show, but also within each act and each scene. Without the 
hermeneutic codes, there would be no narrative with which audiences can understand the 
codes and the story. 
All five codes exhaust the elements represented in a television program. Without an 
understanding of these codes, a person cannot assess what is involved in the narrative of a 
program and, subsequently, cannot comprehend the cultural messages. By teaching the five 
codes in the construction of the narrative of one-hour television programs, students should be 
able to successfully comprehend the cultural messages of the programs. 
Audience 
The audience aspect in media literacy is an attitude media literacy instructors have 
about their students. This attitude is that audience members must actively interpret messages 
and consciously construct meanings out of the visual stimuli they are exposed to from 
television. Since this is the main goal of this model, it inherently incorporates the audience 
element into its framework. 
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This model fulfills the six core concepts of media literacy: narrative, how the story is 
told through the program structure; language through the semantics of production, how 
television shows are communicated by scenes; how the industry shapes the messages 
embedded in the programs' design to sell stories; representation, how codes transmit 
messages; and audience, how viewers are treated as active participants that interpret 
meaning. 
This experimental design set out to construct a media literacy instructional model that 
facilitates students' understanding of television shows. To assess how they processed a clip 
from a television show, the level of information processing strategy was used to evaluate the 
interpretation of the television program's segment. The next section presents an information 
processing categorization scheme that was crucial to evaluate the students' comprehension of 
the television material. 
Information Processing Strategies 
In attempting to understand how people process or make sense of political messages 
in the media, Kosicki and McLeod (1990) proposed three cognitive information-processing 
strategies for mass-mediated information. These are selective scanning, active processing, 
and reflective integration. These categories are based on the cognitive schema theory, which 
suggests that for any given topic, people hold "'an elaborate set of associations and ideas"' to 
quickly understand a media message (Kosicki and McLeod, 1990: 69). To understand how 
people process and incorporate new ideas gleaned from the news media into their already 
constructed schemas, three public surveys were conducted. 
The first information processing strategy the authors identified is selective scanning. 
This is a strategy that primarily "involves tuning out items that are not of interest or use to 
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the audience member" (p. 75). Rather than trying to understand the messages, the reader, for 
example, merely skims newspaper headlines "to avoid information that is not of interest" (p. 
79). Another level is active information processing where the message reader tries to "make 
sense of the story, going beyond the exact information given to interpret the information 
according to his or her own needs" (p. 79). In this cognitive process, the reader is attempting 
to read between the lines to figure out a news story. The third level of processing is 
reflective integration, which "represents the post-exposure salience of information such that 
it occupies the mind and is the subject of interpersonal discussion" (p. 79). This type of 
information processing results in the most salient aspect of the news that remains in the 
reader's mind because it has been fully considered in terms of what the story means and what 
it means to the reader. At this level, the media message is incorporated "into the person's 
existing cognitive framework for understanding the subject" (p. 76). 
Although this theory was designed to understand how people process news 
information, it could also be used in this study to ascertain how students process the 
information disseminated from fictional television programs. Research conducted with first-
year college students determined that there are different ways students watch television 
according to the type of show they are exposed to. 
Students talked about doing a variety of other tasks when watching television ... Yet 
even when they spoke about giving their full attention to programs, they continued to 
make distinctions about their varying levels of interpretative and critical engagement 
with the programs. As Irene put it, "There's a certain energy level that goes along 
with (watching) any kind of show." (Williams, 2003: 45) 
However, "active processing is a strategy most useful for defending oneself against 
manipulation by powerful elites who work with or through media" (Kosicki and McLeod, 
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1990: 78). Therefore, it should be the aim of media educators to engage students in this level 
of active processing when viewing television. 
This research set out to evaluate how students comprehended a clip from a one-hour 
television program. It first asked a series of knowledge questions to assess how much the 
subjects observed from the clip. This study hypothesizes that the media literacy instruction 
received increases the amount of knowledge gained from watching the clip. This was 
followed by a series of behavioral questions to evaluate how subjects viewed the clip. 
Moreover, the reflective integration of the cultural message of an entertainment 
television program is indicative of persons who have incorporated the television show's 
message into their lives to instruct their view of the world and their place in it. This study 
therefore hypothesizes that there is a correlation between television literacy and reflective 
integration processing. Essentially, a person's reflective integration of a television 
program's cultural message is seen here as indicative of his/her ability to use the television 
content as "equipment for living" (Burke, 1967: 293). 
Hypotheses 
Based on the foregoing theoretical framework and literature review, it is hypothesized 
that: 
Hypothesis 1: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely increase the amount of knowledge gained from 
watching a segment of the program. 
Hypothesis 2: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely increase the intensity of viewing behavior. 
Hypothesis 3: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely elicit reflective integration information processing 
among subjects demonstrating a relationship between media literacy and level of information 




This study aims to evaluate the levels of information processing strategy employed by 
college undergraduates after viewing a clip from a one-hour action television program 
preceded by a media literacy instruction module. The purpose of the experiment is to 
evaluate the effects of receiving media literacy training on the knowledge gained, the 
viewing behavior, and the information processing strategy employed by students to 
comprehend the show's messages. 
Experimental Design 
Data were gathered through an experimental design. The experimental group received 
media literacy training before watching the television program and the control group did not 
receive the training. Both groups were asked to complete a questionnaire after exposure to 
the same show. The responses to this questionnaire were analyzed to evaluate how much 
knowledge the subjects garnered from the clip, how they watched it, and how they processed 
the show's messages. 
Sampling 
A non-probability, volunteer sample of 70 students from communication 
undergraduate courses at Iowa State University were used as subjects. After obtaining this 
sample, the subjects were randomly assigned to either the control group or the experimental 
group. 
There are three reasons for selecting undergraduates in this experiment. Typically, 
undergraduates are avid television viewers. As reported by Williams (2002), they watch 
television for an average of three hours a day. Also, these students are young enough to be in 
29 
need of media education because they still lack the strategies to analyze the medium. 
However, the members of this age group are mature enough to be capable of higher levels of 
processing information. Most people are capable of reflective integration, which is the 
highest level of information processing in Kosicki and McLeod's (1991) categorization 
scheme. However, ''there is some evidence that older people integrate information to an even 
greater degree than younger adults" (Leahy & Harris, 2001: 236). Additionally, due to their 
successful college admittance, these individuals are assumed to have analytic powers that 
could be evaluated in this study. 
The Stimulus and the Instrument 
The one-hour episode 
The television show chosen for this experiment was an episode of Smallville that 
originally aired on the WB channel in February 2002. Smallville reprises the life of Clark 
Kent as a teenager before he became Superman. This show is extremely popular among the 
age group under study. The ratings for one of its episodes aired in February 2003, when this 
research was initially conducted, indicate an all-time WB record among adults with ages 
ranging from 18 to 34. Nationwide, 5.7 out of 14people in this age group were reportedly 
watching Smallville (NTI: 2003). 
The show's plots are geared to this audience segment because they deal with current 
scientific and social problems in a light manner. For instance, a few of the topics that have 
been the subject of episodes are irradiated mold spores, corporate farming, the urbanization 
of rural communities (featured in the particular episode selected to be screened in this study), 
and modern practices of archaeological excavation. Although intense and sometimes 
controversial, these topics are presented in the form of fantasy I sci-fi to catch the attention of 
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individuals with no knowledge of these issues let alone any previous interest in these topics. 
Furthermore, the production elements, including the special effects, visual graphics, and 
artistic direction of the show, are of high quality. 
The informed consent forms that were passed out to the experimental group and the 
control group are shown in Appendix A and B. Two consent forms had to be created due to 
the varying instructions contingent on receiving the media literacy instruction treatment. 
All groups answered the questionnaire, shown in Appendix C, after exposure to the 
television segment. Its accompanying codebook is shown in Appendix D. The first portion of 
the questionnaire contained knowledge items. The second section required open-ended 
responses that were qualitatively analyzed by categorizing the responses into one of the three 
information processing strategies. 
Pre-testing 
The experimental design and the questionnaire were pre-tested to ensure the viability 
of the methodology and the comprehensibility of the questions. The questions were designed 
to be open for interpretation in order to elicit a wide range of responses, but not too vague as 
to cause subjects to skip them. Additionally, the pre-test served as a way to evaluate the 
experimental procedure. 
Variables and Hypotheses 
Media literacy training and evaluation 
The independent variable is the media literacy instructional model. The concept of 
media literacy has been explored in previous chapters and is said to be "about understanding 
the sources and technologies of communication, the codes that are used, the messages that 
are produced, and the selection, interpretation, and impact of those messages"(Rubin, 1998: 
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3). Media literacy has been defined as having six core concepts: "language, narrative, 
institution, audience, representation, and production" (Johnson, 2001: 8). These core 
concepts are properties of media education and must be present in a holistic media literacy 
training course. Such a model has been constructed for this study in which these 
requirements are satisfied. To operationalize this, the six elements above were employed in 
the creation of a formatted teleplay structural model. The training took place for 
approximately 15 minutes. 
Narrative 
The narrative refers to how the stories are told. This study's media literacy training 
informed subjects that one-hour television programs usually have a four-act structure. They 
were told that all television shows open with the first act, which includes the beginning 
runner, the opening credits, and the set up of the plotline(s). Obstacles define the second act, 
which create conflict. The third act has more obstacles that are designed to raise the stakes of 
the plot(s). The fourth act contains the climax of the story and the resolution. Also, in the 
module, the definitions of main plot, alternative main plot, subplot, and alternative subplot 
were discussed. 
The knowledge question concerning plots was asked to evaluate how the subjects 
comprehended the narrative aspect of the clip (How many plots are in this clip?). 
Language 
The language component in media literacy entails training students how to interpret 
meaning from "codes and conventions" (Davis, 1992: 20). The training therefore included a 
brief lesson on scenes. The scene was defined as a unit of action that moves the story 
forward. The training module taught students that one scene has ended and another has begun 
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when the location of the camera has been moved. The following types of scenes were 
defined: ( 1) An establishing shot is a camera shot of an outside location to give the viewer a 
sense of where the interior shot is taking place. (2) A dialogue scene is a series of shots 
created to make clear characters' motives and to communicate information about the plot. (3) 
A visual metaphor, or scene sequence, is a series of shots without dialogue spliced together 
to communicate narrative information. Additionally, the structure of scenes being composed 
of three elements, which are the crisis, climax, and resolution, was discussed. 
The following question was asked to assess the subjects' knowledge attained from the 
clip: In the office building, how were you first made aware that the scene was taking place in 
an office building? (a) just sort of knew, (b) the set decor, or (c) camera shot of the exterior. 
The following question evaluates the subjects' knowledge of the language and also 
asks the subjects to interpret a semic code, a type of message represented by a character, 
object, setting, dialogue and/or action. Operationally, it was evaluated by this question: A 
mysterious story about surveyors gone missing in the woods is later resolved by: (a) 
dialogue, (b) an object, or ( c) nothing. It was left unsolved. 
Institution 
The institution component of media literacy training is meant to raise students' 
awareness of the business structures embedded in media materials. The formatted teleplay 
structural model used in this study made it clear that the capitalistic purpose is a primary 
function of television shows. To test if this concept was understood, the following attitudinal 
question was posed: The main purpose of this show is to sell action. Subjects were asked to 




Audience in media literacy training refers to the manner in which viewers are 
regarded as active participants. This element is inherently incorporated into the formatted 
teleplay structural model because it teaches students that they can make meaningful messages 
out of their own autonomous interpretation of the media material. This was communicated to 
the subjects who received the training. The following questions were asked to assess the 
subjects' viewing behavior while watching the clip: 
1. While watching this clip, I tried to understand the plotline(s). Not at all, a little bit, 
somewhat, a lot. 
2. While watching this clip, I thought about the message(s) the show was sending. Not 
at all, a little bit, somewhat, a lot. 
Representation 
Representation addresses the media's generalizations concerning certain groups, 
issues, and objects. This was incorporated in the model by teaching five codes. The first 
consists of the symbolic code, which is defined by Barthes (1975) as organizing the 
culturally important binary opposites. This was operationally taught in the media literacy 
training by stressing the good and evil concepts embedded in the one-hour action show that 
moves the story forward. This was measured by evaluating the students' open-ended 
responses. For example, the answers were checked according to whether they referenced any 
characters representing an evil entity engaging in malicious activities. 
In addition, the referential code is found in a television program when it references 
something that exists in the real world. Evidence of subjects' understanding and their 
perception of this code was determined by evaluating the open-ended responses according to 
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the subjects' perception of how the real world was represented in the clip. An example of this 
was present in a response indicating that one of the clip's messages was about corporations 
polluting the environment. 
The code of action is a code that expresses actions that are cultural cliches. This was 
discussed with subjects in the media literacy training. Considered in the evaluation of 
subjects' ope1i-ended responses, this code was searched for and identified if subjects had 
noted narrative elements that have been used before. 
The semic code has been previously defined and operationalized in the language 
section. The final code, hermeneutic, has been conceptually defined. However, it could not 
be operationalized in this experiment as it entails elements that lead to a conclusion and this 
study only exposed subjects to a 16-minute clip and not an entire episode; thus, this element 
was not considered. 
Production 
Production is the media literacy element that students learn by producing their own 
media message. In this particular experiment, producing a media message was not possible. 
However, the model did discuss interpreting messages in the clip through production values 
discussed in the language section (i.e., identifying which type of shot or scene was used to 
convey what kind of information). 
This concept was operationalized by asking the subjects for a self-evaluation of their 
behavior while viewing the episode: 
1. While watching this clip, I considered the editing aspect of its production. Not at all, a 
little bit, somewhat, a lot. 
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2. While watching this clip, I considered the writing of its dialogue. Not at all, a little 
bit, somewhat, a lot. 
3. While watching this clip, I considered the artistic direction. Not at all, a little bit, 
somewhat, a lot. 
4. While watching this clip, I considered the camera work. Not at all, a little bit, 
somewhat, a lot. 
After viewing the clip, subjects in both groups were asked to complete a 
questionnaire divided into three sections. The first section listed the previous knowledge and 
behavior questions to elicit subjects' knowledge gained from the clip and their viewing 
behavior. The second portion asked open-ended questions designed to ascertain the level of 
information processing strategy subjects used to make sense of the clip. 
Level of Information Processing Strategy 
One of the dependent variables is the level of information processing strategy 
employed. The most basic level of information processing is selective scanning, defined as 
the process of skimming information to tune "out items that are not of interest or use to the 
audience member" (Kosicki & McLeod, 1990: 79). 
The second level is called active processing and it is employed when an audience 
member reads in between the lines of a media material and tries to "make sense of the story, 
going beyond the exact information given to interpret the information according to his or her 
own needs" (79). 
The third level is reflective integration and is conceptually defined as the process of 
interpreting media information to decode its meaning to the reader. It is characterized by the 
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audience member incorporating it into his/her "existing cognitive framework for 
understanding the subject" (76). 
The second part of the questionnaire asked for lengthy, open-ended responses to 
operationally evaluate the levels of information processing. It asked subjects to describe what 
they had seen communicated by a 16-minute clip from an action television show and their 
reactions to it. These answers were meant to provide data in order to determine how the 
subjects processed the visual information. This required the coder first to count the number 
of references made to elements involving the narrative, language, institution, production 
values, and representation of messages. The coder then looked for specific aspects of the 
answer and categorized the responses into three levels based on the characteristics involved. 
Responses that were characterized as selective scanning answers detailed basic 
elements of the plot and events in the clip, which are mainly narrative aspects. They were 
strictly descriptive and were devoid of any interpretation concerning the meaning of the 
content, nor did they provide any understanding of the significance of the events that 
occurred. The subjects tuned out any indication of this clip having greater meaning than just 
the surface elements of its story. 
Active processing responses described how the story was developed and featured 
further in-depth descriptions of how the story was constructed to maintain the audience's 
attention. The responses might have noted the characters' dramatic needs, reflecting an 
understanding of how the tension piques viewers' interest. The answers categorized at this 
level indicate that these viewers recognized the narrative, language, institutional, and 
production values in the clip. By recognizing these aspects, the subjects demonstrate that 
their previous need was to make sense of the clip beyond determining the narrative elements. 
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However, in the text of these responses, the concepts referred to might not have been 
presented in a cohesive manner nor the elements conceptually linked. 
Reflectively integrated answers were categorized as such when the responses showed 
that the subjects considered the clip's messages. This was manifested in responses that 
explained the messages presented through codes. These answers identified the cultural 
elements in the visual images and explaint:d what they signify. Such responses show that the 
subjects interpreted the messages' meanings and incorporated what they saw into their 
existing cognitive framework. These answers exemplify this because they go beyond the 
surface elements presented in the clip. These subjects have attempted to decipher a deeper 
meaning behind the clip by determining the messages sent. They identified the messages 
embedded in this piece of popular culture by picking out the societal issues reflected. For 
instance, they may have identified the stereotypes utilized to communicate the statements 
made concerning the juxtaposition of urban and rural populations. They also may have cited 
that the clip communicates the cultural clash of values and the problems between the 
propagation of capitalism versus protecting the environment. Thus, the subjects took the 
concrete images in the clip and translated them into abstract concepts of the clip's meaning. 
In short, these answers integrate the six elements covered in the media literacy module in 
order to produce a cohesive conception of the clip's messages. 
Confounding Variables 
The third section asked questions regarding subjects' background demographic 
information. This included personal information regarding gender and age, but also included 
questions about their experience with television. These questions included: 
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1. How often do you watch Smallville? Never miss an episode, watch it a lot, 
sometimes, rarely, this is the first time I've seen it. 
2. How many hours, in a typical week, do you watch TV? 0-4, 5-8, 9-11, 12-15, more 
than 15 hours. 
3. What types of programs do you watch? sitcoms, hour dramas I action, 
documentaries/nonfi\;tion, news programs. 
4. When watching television, do you carefully pay attention to these shows? 
• I watch every scene and listen to every word spoken. 
• I try to pay attention most of the time. 
• Sometimes, ifl'm interested. 
• I flip back and forth to different shows. 
• I do something else while watching. 
5. Have you ever had a media literacy I education course before in high school or 
elementary school? Yes or no. 
These questions were posed to extract the influence of other potential independent 
variables. For instance, subjects who are more avid watchers of this show might have a better 
understanding of it, which might have an impact on their level of information processing. 
The same could be true of background experience with media literacy training and amount of 
time spent watching television per week. Also, the manner in which a person usually watches 
television may pose a threat to validity. For example, those who are more accustomed to 
critically watching television may already be active viewers. Additionally, the type of shows 
the subjects watch may have an effect because persons who regularly watch one-hour action 
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shows may have developed an intuitive understanding of the televised structure leading to a 
higher level of processing employed. 
Hypotheses 
The subjects' responses to the knowledge questions were tallied for each group and 
compared by conducting at-test. Responses to the Likert scale items were tallied for each 
group to determine the behavior subjects engaged in while viewing the clip and were 
compared by conducting at-test. The levels of information processing strategy question is a 
nominal variable that has more than two categories, therefore the hypothesis that posits an 
impact of literacy training on the information processing strategy employed was tested using 
a chi-square. The statistical analyses tested these hypotheses: 
Hypothesis 1: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely increase the amount of knowledge gained from 
watching a segment of the program. 
Hypothesis 2: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely increase the intensity of viewing behavior. 
Hypothesis 3: Exposure to the media literacy instructional module involving a one-hour 
action television program will likely elicit reflective integration information processing 
among subjects demonstrating a relationship between media literacy and level of information 
processing strategy employed. 
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CHAPTER 4: RESULTS AND DISCUSSION 
This study was conducted to evaluate the effect media literacy training on the level of 
information processing strategy employed when watching a segment from a one-hour action 
television program. It also aims to evaluate if knowledge gained from watching the clip as 
well as viewing behavior were affected by media literacy training. Furthermore, a number of 
independent variables were examined to ascertain if they affected the level of information 
processing strategy employed. 
Sample Demographics 
The subjects were obtained from a volunteer sample of students from three different 
upper-level undergraduate communication courses. The control group and experimental 
group both consisted of 35 subjects. 
Of the 70 subjects, 32 were male (45.7%) and 38 were female (54.3%). The subjects' 
age ranged from 19 to 29 years (mean= 21.17 years). Four were 19 years old (5.7%), 21 
were 20 (30%), 25 were 21 (35.7%), 14 were 22 (20%). 
Two of the subjects were from the college of business (2.9% ), six were from the 
design college (8.6% ), two were from the college of education (2.9% ), three were from the 
engineering college ( 4.3% ), and 57 subjects were from the college of liberal arts and sciences 
(81.4% ). 
Hypotheses Testing 
The first hypothesis posits that: 
HI: Exposure to the media literacy instructional module involving a one-hour action 
television program will likely increase the amount of knowledge gained from watching 
a segment of the program. 
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A knowledge index was constructed from the questionnaire items to operationalize 
the knowledge gained variable. Responses to the three questions that comprise this index 
were coded as either wrong (0) or right (1). For instance, the first question in the index asked: 
"In the office building, how were you first made aware that the scene was taking place in an 
office building?" The answer, "c- camera shot of the exterior," is the correct media literacy 
response because it demonstrates that the subject has an idea of how the message was sent to 
them through the use of an establishing shot. The next question asked the subjects to identify 
an element in the story's narrative, which has only one correct response. The third question 
inquired about business structures. The subjects that would be considered to be media literate 
would have agreed that there are business elements at work. 
This hypothesis was tested using an independent samples t-test. Assuming equal 
variances between the two groups, the results show (Table 1) that the experimental group 
scored better on the knowledge index (mean= 1.171) compared to the control group (mean= 
0.8) (t = 2.45), and that this difference is significant (p = .028). Thus, the comparison of the 
control group and experimental group did render significant results. This provides evidence 
to support the hypothesis that exposure to the media literacy training module increased 
knowledge gained from viewing an entertainment television product. 
Table 1. Independent samples t-test results showing a significant difference in 
knowledge gain between the experimental and control groups 
Groups Number Mean Standard t df Sig. (2- Mean 
of Deviation tailed) Difference 
Subjects 
Experimental 35 1.1714 .7065 2.245 68 .028 .3714 
Control 35 .8000 .6774 
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The second hypothesis examined the impact of the media literacy training module on 
viewing behavior: 
H2: Exposure to the media literacy instructional module involving a one-hour action 
television program will likely increase the intensity of viewing behavior. 
A behavior index was created by combing the responses to six questions that asked subjects 
to give an account of how they viewed the clip (see Appendix C, questions 5 through 10 of 
the questionnaire). An analysis of the reliability of the index produced an alpha of .74, which 
indicates that this index variable is reliable. To test this hypothesis, an independent samples t-
test was conducted. Assuming equal variances, the result of this test (Table 2) indicates that 
the difference between the means of the control group (12.26) and experimental group 
(13.91) was not statistically significant (t = l.919, p = .059) at the .05 level. 
Table 2. Independent samples t-test testing the difference in behavior means between 
the experimental and control groups 
Groups N Mean Standard· t df Sig. (2- Mean 
Deviation tailed) Difference 
Experimental 35 13.914 3.3639 l.919 68 .059 1.6571 
Control 35 12.257 3.38451 
Thus, this study did not find evidence to support the hypothesis that viewing behavior 
significantly changed with exposure to the media literacy training module. This may be 
because the questions essentially asked subjects to report how much attention they paid to 
production values. Awareness of production values has been said to influence "the way in 
which the audience receives the information" (Silverblatt, 1999: 196). However, due to time 
constraints, an in depth lesson on production values was not given. 
It is interesting to note that the highest frequency of intense viewing behavior for the 
subjects was devoted toward understanding the plotline (Table 3). They paid the least 
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attention to editing considerations (mean = 1.7), artistic direction (mean = 1.86) and writing 
of the dialogue (mean= 1.98). Thus, one could derive from this finding that audiences 
generally do not consider production values and attend more to the story told when watching 
entertainment television programs. 
Table 3. Means of the intensity of viewing comprising the viewing behavior index 
(N=70) 
Viewing Behaviors Mean Standard Deviation 
I tried to understand the plotline(s). 3.1571 .7734 
I thought about the message(s) the show was 2.1714 .9164 
sending. 
I considered the writing of its dialogue. 1.9857 1.0834 
I considered the editing aspect of its production. 1.7143 .9191 
I considered the artistic direction. 1.8571 .9055 
I considered the camera work. 2.2000 .9570 
1 =not at all, 2 =a little bit, 3 = somewhat, 4 =a lot 
The third hypothesis looks at the impact of the media literacy module on information 
processing strategies: 
H3: Exposure to the media literacy instructional module involving a one-hour action 
television program will likely elicit reflective integration information processing among 
subjects demonstrating a relationship between media literacy and level of information 
processing strategy employed. 
To determine the level of information processing strategy employed, the two open-ended 
responses were content analyzed and categorized into one of three information processing 
strategies. In a rough ordering of processing complexity, respondents were classified as 
exhibiting (1) selective scanning strategy, (2) active processing, and (3) reflective integration. 
The framework used to categorize the answers has been indicated in chapter 3. 
The first open-ended question asked what the subjects thought was being 
communicated. Twenty-nine subjects out of 70 (41.4%) were categorized as selective 
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scanners. Twenty respondents (28.6%) were categorized as active processors, and 20 answers 
(28.6%) were categorized as reflectively integrated. 
Table 4. Frequency of responses for the first open-ended question categorized into each 
information processing strategy 
Information Processing Strategy Frequency Percent 
Selective scanning 29 41.4 
Active Processing 20 28.6 
Reflective Integration 20 28.6 
The second open-ended question asked what the subjects thought about the clip 
shown. A total of 43 subjects out of 67 (61.4%) responded to this with answers categorized 
under the selective scanning category. Twenty-two answers (31.4%) indicated an active 
processing strategy, and two answers (2.9%) were categorized as belonging to the reflective 
integration category. 
Table 5. Frequency of responses for the second open-ended question categorized into 
each information processing strategy 
Information Processing Strategy Frequency Percent 
Selective scanning 43 61.4 
Active Processing 22 31.4 
Reflective Integration 2 2.9 
A chi-square was used to test this hypothesis. The results (Table 6 & Table 7) shows 
that there was no significant difference (x2 = 1.296, p = .523 & x2 = 3.181, p = .204) 
between the control group and the experimental group in the information processing 
strategies they employed to make sense of the television clip. 
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Table 6. Chi-square test showing no significant difference in information processing 
strategies for the first open-ended question between the experimental and control 
groups (N=69) 
Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 1.296 2 .523 
Likelihood Ratio 1.302 2 .521 
Linear-by-Linear Association .016 1 .901 
N of Valid Cases 69 
Table 7. Chi-square test showing no significant difference in information processing 
strategies for the second open-ended question between the experimental and control 
groups (N=67) 
Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 3.181 2 .204 
Likelihood Ratio 3.952 2 .139 
Linear-by-Linear Association .067 1 .795 
N of Valid Cases 67 
A qualitative analysis of the open-ended responses suggests that the subjects held 
distinct opinions that indeed can be grouped into the three levels of information processing 
strategies. However, the chi-square results revealed that those who had the media literacy 
training did not employ significantly different processing skills as a result of the treatment. 
There are a number of reasons why this may be the case. One reason could be the 
limited amount of time the subjects had to fully develop their answers, which is a limitation 
in the manner the open-ended responses were elicited. Moreover, the information processing 
strategy was ascertained through a one-way evaluation of written answers. The subjects were 
asked to write their answers and those responses were collected, analyzed, and coded at 
different points in time. A better method would have been intensive interviewing, which, 
through the use of probes and follow-up questions, could elicit more highly elaborated 
responses. Such a method, therefore, would have given a more accurate assessment of the 
information processing strategy people employed. 
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Other Potential Determinants 
As discussed in Chapter 3, a number of variables might affect the information 
processing strategies employed. Among them are the standard demographic determinants, 
television viewing habits, and previous media literacy training in middle school or high 
school. The impact of these variables on the level of information processing strategy was 
therefore individually ascertained. Because two measures of the dependent variable, the level 
of information processing strategy employed, was taken (see Appendix C, Section II), two 
tests for each independent variable had to be performed. 
An ANOV A test was conducted to evaluate whether the level of information 
processing strategy the subjects used differ by age. The results (Table 8) indicated that age 
does not affect the level of information processing strategy employed to answer the first 
question (F = .589, p = .558). 
Table 8. ANOV A test that the first measure of information processing strategy 
employed did not vary by age 
Sum of Squares df Mean Square F Sig. 
Between Groups 3.339 2 1.669 .589 .558 
Within Groups 187.212 66 2.837 
Total 190.551 68 
However, age significantly affected (F = 4.561, p = .014) the second measure oflevel 
of information processing strategy (Table 9). 
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Table 9. ANOVA test showing significant difference in the second measure of level of 
information processing strategy by age 
Sum of Squares df Mean Square F Sig. 
Between Groups 23.854 2 11.927 4.561 .014 
Within Groups 167.340 64 2.615 
Total 191.194 66 
A post hoc analysis was done to determine which groups were significantly different. 
The results (Table 10) indicate that there was no significant difference between selective 
scanners and active processors (mean difference= -.2505, p. 825) in terms of age, but that the 
reflective integrators were more likely to be older than the active processors (mean difference 
= 3.2727, p = .021) and the selective scanners (mean difference= 3.5233, p. = .010). 
Responses to the second question showed that older subjects felt more comfortable in 
expressing themselves than younger subjects. 
Table 10. Post hoc analysis using the Tukey test showing that selective scanners and 
active processors are younger than reflective integrators (N=70) 
Mean Difference Std. Error Sig. 
Selective scanning & Active -.2505 .4239 .825 
Processing 
Reflectively Integrated & Active 3.2727 1.1942 .021 
Processing 
Reflectively Integrated & Selective 3.5233 1.1697 .010 
Scanning 
A chi-square test was performed to evaluate if information processing differed by 
gender. The results (Table 11 and Table 12) indicate that there was no significant difference 
between males and females in terms of how they answered the first open-ended question (x2 = 
.073, p = .964) and the second (x2 = 4.311, p = .116). 
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Table 11. Chi-square test showing no significant difference between gender in terms of 
level of information processing strategy employed to answer the first question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square .073 2 .964 
Likelihood Ratio .073 2 .964 
Linear-by-Linear Association .057 1 .812 
N of Valid Cases 69 
Table 12. Chi-square test showing no significant difference between gender in terms of 
level of information processing strategy employed to answer the second question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 4.311 2 .116 
Likelihood Ratio 5.067 2 .079 
Linear-by-Linear Association 3.800 1 .051 
N of Valid Cases 67 
Another chi-square test was conducted to determine whether information processing 
differed by college major. The results (Table 13 and Table 14) indicate that the subjects' 
major had no significant impact on the information processing strategy the subjects employed 
to answer the first open-ended question (x2 = 3.769, p = .877) and the second question (x2 = 
2.774, p = .948). 
Table 13. Chi-square test showing no significant difference between the subjects' major 
and level of information processing strategy employed to answer the first question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 3.769 8 .877 
Likelihood Ratio 5.669 8 .684 
Linear-by-Linear Association .626 1 .429 
N of Valid Cases 69 
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Table 14. Chi-square test showing no significant difference between the subjects' major 
and level of information processing strategy employed to answer the second question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 2.774 8 .948 
Likelihood Ratio 4.350 8 .824 
Linear-by-Linear Association 1.415 1 .234 
N of Valid Cases 67 
A chi-square test was conducted to evaluate the difference between the subjects who 
frequently watch sitcoms and those who do not in terms of the level of information 
processing strategy they employed. The results (Table 15 and Table 16) indicate that there 
was no significant difference on the level of information processing strategy they employed 
to answer the first open-ended question (x2 = .533, p = .766) and the second question (x2 
=.461, p = .794). 
Table 15. Chi-square test showing no significant difference between subjects who 
watch sitcoms and those who do not in terms of level of information processing strategy 
employed to answer the first question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square .533 2 .766 
Likelihood Ratio .526 2 .769 
Linear-by-Linear Association .259 1 .611 
N of Valid Cases 69 
Table 16. Chi-square test showing no significant difference between subjects who 
watch sitcoms and those who do not in terms of level of information processing strategy 
employed to answer the second question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square .461 2 .794 
Likelihood Ratio .428 2 .807 
Linear-by-Linear Association .013 1 .908 
N of Valid Cases 67 
A chi-square test was conducted to evaluate the difference between the subjects who 
watch drama and/or action shows and those who do not do so in terms of the level of 
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information processing strategy they employed. The results (Table 17 and Table 18) indicate 
that no significant difference between dramas and/or action shows watchers and non-
watchers on the level of information processing strategy they employed to answer the first 
open-ended question (x2 = 3.491, p = .175) and the second question (x2 = 1.132, p = .568). 
Table 17. Chi-square test showing no significant difference between subjects who 
watch dramas I action and those who do not in terms of level of information processing 
strategy employed to answer the first question 
~Pearson Chi-Square Value df Asymp. Sig (2-sided) 3.491 2 .175 
Likelihood Ratio 3.482 2 .175 
Linear-by-Linear Association .890 1 .345 
N of Valid Cases 69 
Table 18. Chi-square test showing no significant difference between subjects who 
watch dramas I action and those who do not in terms of level of information processing 
strategy employed to answer the second question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 1.132 2 .568 
Likelihood Ratio 1.152 2 .562 
Linear-by-Linear Association .371 1 .542 
N of Valid Cases 67 
A chi-square test was conducted to evaluate the difference between the subjects who 
watch documentaries and/or nonfiction shows and those who do not view these TV program 
genres in terms of the level of information processing strategy they employed. The results 
(Table 19) indicated no significant difference (x2 = .738, p = .692). However, the results for 
the second information processing measure (Table 20) indicate that subjects who watch 
documentaries and/or nonfiction programs demonstrated significantly different (x2 = 6.191, p 
= .045) processing skills. That is, they were more likely to process the information at a higher 
level. This may be because subjects who watch more documentaries and/or nonfiction 
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programs are using the information they derive from such programs to shape their opinions 
about what they see in entertainment shows. 
Table 19. Chi-square test showing no significant difference between the subjects who 
watch documentaries I nonfiction and those who do not in terms of the first measure of 
level of information processing strategy 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square .738 2 .692 
Likelihood Ratio .715 2 .700 
Linear-by-Linear Association .012 1 .911 
N of Valid Cases 69 
Table 20. Chi-square test showing significant difference between the subjects who 
watch documentaries I nonfiction and those who do not in terms of the second measure 
the level of information processing strategy 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 6.191 2 .045 
Likelihood Ratio 6.176 2 .046 
Linear-by-Linear Association 2.763 1 .096 
N of Valid Cases 67 
A chi-square test was conducted to evaluate the difference between the subjects who 
watch news programs and those who do not do so in terms of the level of information 
processing strategy they employed. The results (Table21) indicate that there is, in fact, a 
significant difference (x2 = 6.074, p = .048) between these two groups. Subjects who 
frequently watch the news were more likely to process the information at a higher level. A 
possible explanation for this finding is that subjects who watch news programs might have 
applied the information they learn from these shows to inform their perception of what was 
being communicated in this clip. For instance, one of the possible interpretations of this clip 
was that rural areas are in danger of being polluted by big corporations. This is a social 
problem that people may not be aware of unless they are exposed to the news. 
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Table 21. Chi-square test showing significant difference between those who watch news 
and those who do not in terms of the first measure of the level of information processing 
strategy employed 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 6.074 2 .048 
Likelihood Ratio 6.201 2 .045 
Linear-by-Linear Association .902 1 .342 
N of Valid Cases 69 
However, the results for the second analysis (Table 22) did not produce a significant 
difference (x2 = 2.075, p = .354) between the two groups in their processing skills. This 
question requires subjects to write a subjective opinion, which may explain why frequent 
news viewing did not foster a significant difference in the processing skill used to answer this 
question. News programs deliver facts and do not offer opinions, therefore, it is possible that 
these subjects are more articulate in communicating objective facts rather than subjective 
views. 
Table 22. Chi-square test showing no significant difference between the subjects who 
watch news and level of information processing strategy employed to answer the second 
question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 2.075 2 .354 
Likelihood Ratio 2.844 2 .241 
Linear-by-Linear Association 1.159 1 .282 
N of Valid Cases 67 
An ANOVA test was conducted to determine whether exposure to Smallville previous 
to this experiment produced different levels of information processing strategies. The results 
(Table 23 and Table 24) indicate that there is no significant difference in the information 
process due to previous exposure to the television show in the first open-ended question (F = 
.128, p = .880) and the second (F = 1.108, p = .337). 
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Table 23. ANOV A test showing no significant difference in the first measure of level of 
information processing strategy by previous exposure to Smallville 
Sum of Squares df Mean Square F Sig. 
Between Groups .220 2 .110 .128 .880 
Within Groups 56.591 66 .857 
Total 56.812 68 
Table 24. ANOV A test showing no significant difference in the second measure of level 
of information processing strategy by previous exposure to Smallville 
Sum of Squares df Mean Square F Sig. 
Between Groups 1.877 2 .939 1.108 .337 
Within Groups 54.242 64 .848 
Total 56.119 66 
An ANOVA test was conducted to determine whether attention subjects pay to 
television created some changes to the level of information processing strategy employed. 
The results (Table 25 & Table 26) shows that there is no significant difference due to 
attention paid to television for the first open-ended question (F= .505 p = .606) and the 
second (F = . 786, p = .460). 
Table 25. ANOVA test showing no significant difference in the first measure of level of 
information processing strategy by attention usually paid to TV 
Sum of Squares df Mean Square F Sig. 
Between Groups 1.062 2 .531 .505 .606 
Within Groups 69.372 66 1.051 
Total 70.435 69 
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Table 26. ANOVA test showing no significant difference in the second measure of level 
of information processing strategy by attention usually paid to TV 
Sum of Squares df Mean Square F Sig. 
Between Groups 1.677 2 .838 .786 .460 
Within Groups 68.234 64 1.066 
Total 69.910 66 
A chi-square test was conducted to evaluate the difference between the subjects who 
had a media literacy course either in elementary or high school and those who did not have 
such an experience in terms of the level of information processing strategy they employed. 
The results (Table 25 and Table 26) indicate that there was no significant difference on the 
level of information processing strategy they employed to answer the first open-ended 
question (x2 = 1.851, p = .396) and the second question (x2 = .443, p = .801). 
Table 27. Chi-square test showing no significant difference between those who had a 
previous media literacy course and those who had not in terms of the level of 
information processing strategy employed to answer the first question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square 1.851 2 .396 
Likelihood Ratio 1.776 2 .412 
Linear-by-Linear Association .912 1 .340 
N of Valid Cases 69 
Table 28. Chi-square test showing no significant difference between those who had a 
previous media literacy course and those who had not in terms of the level of 
information processing strategy employed to answer the second question 
Value df Asymp. Sig (2-sided) 
Pearson Chi-Square .443 2 .801 
Likelihood Ratio .776 2 .682 
Linear-by-Linear Association .026 1 .872 
N of Valid Cases 67 
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An ANOVA test was conducted to determine whether the level of information 
processing differ by hours spent watching television. The results (Table 29 & Table 30) 
indicate that hours spent watching television did not produce any significant difference for 
the first open-ended question (F = .924, p = .402) and the second (F = 2.627, p = .080). 
Table 29. ANOV A test showing no significant difference in the first measure of level of 
information processing strategy by hours watching TV a week 
Sum of Squares df Mean Square F Sig. 
Between Groups 2.283 2 1.141 .924 -.402 
Within Groups 81.543 66 1.236 
Total 83.826 68 
Table 30. ANOV A test showing significant difference in the second measure of level of 
information processing strategy by hours watching TV a week 
Sum of Squares df Mean Square F Sig. 
Between Groups 6.300 2 3.150 2.627 .080 
Within Groups 76.745 64 1.199 
-- --
Total 83.045 66 
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CHAPTER 5: CONCLUSION 
Despite the pervasive presence of visual media products in our culture, media literacy 
is yet to be required in our school system. This study attempted to provide evidence to 
promote media literacy training. 
Furthermore, one of the objectives of this study was to go beyond the usual 
knowledge testing questions that gauge recall after exposure to visual stimuli. Therefore, this 
experiment also examined viewing behavior and cognitive integration using open-ended 
responses. These questions were meant not just to assess knowledge, but also to evaluate 
what people do with that knowledge when they try to make sense of television materials 
viewed. 
Kosicki and McLeod (1990) assessed information processing strategies to evaluate 
how people make sense of political information they receive from media sources. They 
categorized responses into three levels based on the characteristics of the subjects' answers. 
This study applied this methodology to evaluate how subjects pro~essed the messages of an 
entertainment television segment. 
It was hypothesized that receiving media literacy training would significantly 
improve the level of information processing demonstrated by subjects. This media literacy 
training module, also known as the Formatted Teleplay Structural Model, was developed in 
this study. It was created by using and reflecting the six core concepts of media literacy, 
which offers the most comprehensive theoretical foundation of any educational approach to 
media literacy. Thus, this study aimed not only to evaluate the subjects' responses, but also to 
provide evidence for the efficacy of this media literacy module that can be used in media 
literacy training. 
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Data were gathered by conducting an experiment using a volunteer sample consisting 
of70 students emolled in undergraduate communication courses. Subjects in the 
experimental group received media literacy training and were asked to watch a 16-minute 
clip from the one-hour action television program Smallville. Then they were asked to 
complete a questionnaire. The control group saw the same clip and also completed the 
questionnaire. 
The first hypothesis posited that those who underwent media literacy training would 
gain more knowledge from the viewed television clip. The mean of correct responses to the 
knowledge questions was found to be significantly higher in the experimental group 
compared to the mean of the control group. Therefore, evidence was found to support this 
hypothesis. This suggests that the media literacy training module did improve the amount of 
knowledge viewers gained from watching an entertainment television segment. 
The second hypothesis stated that exposure to the media literacy instructional module 
would increase the intensity of subjects' viewing behavior. The results showed that the 
difference in viewing behavior between the two groups was not significant. Thus, the media 
literacy training was not found to be effective in promoting active viewing skills. However, 
an analysis of the kinds of elements subjects were attending to revealed that subjects largely 
ignored the segment's production elements. This may be attributed to the limited time 
allocated for literacy training, which did not explain production values in depth. Thus, a 
future study may want to incorporate a lengthier media literacy training session or even a 
class that would include a review of production elements. Knowledge of production values 
may be found to have an impact on audiences' level of active viewing behavior, and it may 
be beneficial for media literacy advocates to follow this line of inquiry. 
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The third hypothesis posed that exposure to media literacy instruction will likely elicit 
reflective integration information processing among subjects. There was no significant 
relationship between these two variables. However, a qualitative analysis of open-ended 
responses revealed a variation in the response complexity. Future studies may want to 
examine the effect of information processing strategies employed in the interpretation of 
television messages. 
This study found support for the hypothesis that media literacy increases knowledge 
gained from watching a segment of a one-hour action television program. Thus, the 
Formatted Teleplay Structural Model was found to be an effective media literacy educational 
framework. However, exposure to the module did not affect the viewing behavior nor the 
information processing strategy used to interpret the clip. 
The results show that written questionnaires may not be the best instrument to capture 
a cognitive process. Showing the entire episode of a one-hour television program would have 
produced a better test of a show's messages than just a clip because it would have provided 
subjects with a complete display of the themes running throughout the program. These 
themes and messages may not have been as easily decipherable from a 16-minute clip. 
Production values were not fully covered in the brief media literacy session given 
before the clip due to time constraints on administering the experiment. Future studies should 
examine how exposure to each of the core concepts changes the viewing behavior of 
audiences. One possible experimental design to test this might involve breaking down the 
media literacy training into more specific sessions. For instance, in one session subjects 
would receive training concerning narrative and then watch a segment of a television 
program or an entire program with the intent of noting this component. In a following 
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session, another lesson would be given on another concept, such as language, and subjects 
would watch another program attending to this certain element. This process would continue 
until all the core concepts were covered. 
Another potential experimental study would involve having a group watch a 
television segment first, then receive training on the six core concepts, and watch the same 
clip again after the training. C.L. Silet (personal communication, April 15, 2004) maintains 
that this procedure of double viewing may be necessary due to the difficulty in watching for 
multiple elements when viewing the stimulus the first time. He suggests that it is useful for 
students to become familiar with the story before they can attend to other values in a 
television product. These types of experiments would help identify the best practices of 
media literacy. 
In addition to these conclusions, this study found that the older subjects employed a 
higher level of information processing strategy significantly more than the younger subjects. 
This seems to indicate that the older subjects are more comfortable in offering their opinion 
than are younger subjects. Also, evidence was found that subjects who watch documentaries 
and/or nonfiction programs employed a higher level of information processing strategy, 
indicating that subjects used the information they garner from these shows to influence their 
opinions. Additionally, it was found that subjects who watch more news programs employed 
a higher level of information processing strategy. This finding suggests that people who 
frequently watch the news are more aware of societal issues and are more apt to apply them 
when interpreting entertainment shows. 
Much more work should be done to determine what factors cause certain people to 
process entertainment television programs at a higher level, that being the reflectively 
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integrating information processing strategy. This study has shown that media literacy does 
increase the amount of knowledge gained from watching a television segment. Also, it 
illuminated the fact that the majority of viewers are not actively viewing television in 
attending to production values and the largest percentage of subjects processed the program's 
content at the lowest level of the information processing strategies. 
These findings suggest that more people need to be schooled in television literacy 
despite the previous criticism of media literacy as a requirement in schools. In fact, the mean 
age of this study was 21, indicating that these people have been watching television for 
almost two decades and still have not learned to critically watch television. Therefore, media 
literacy ought to be taught to students as early as possible, even at a very young age. 
Research conducted among five-year-old children revealed that they have trouble 
deciphering what is real or fantasy when viewing a film or television (Silverblatt, 2001: 374). 
Thus, it is imperative that children receive instruction about the constructed nature of 
television and how to comprehend it. 
The main objective of media literacy is to make people become more cognizant of the 
media they are being exposed to. Therefore, educators must not characterize people who 
avidly watch television as mere couch potatoes. These people will only prove this stigma to 
be true if they remain passive viewers, but something must first prompt them to further 
investigate the medium. Media education is one way to motivate students to critically 
consider television as an entity disseminating cultural messages that affect their world. This 
goal of active viewership will only be achieved, however, if people are given the tools with 
which to interpret media content. 
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APPENDIX A 
Consent Form for the Experimental Group: 
The purpose of this experiment is to explore the levels of information processing strategies 
used when watching a clip from an action television program. You will be asked to attend a 
brief (approximately ten minutes) media literacy training session. You will then be asked to 
view a sixteen-minute segment from an action television program and answer brief questions 
afterwards. Your participation is voluntary. Your grades will not be affected if you choose 
not to participate. Your participation will be anonymous. No discomfort, stress, or risks are 
anticipated as a result of participating in this study. 
I agree to participate in the experimental study entitled "Reflectively Integrating Television: 
An Experiment in Media Literacy" conducted by Debra Reschke, in the Greenlee School of 
Journalism and Mass Communication at Iowa State University, Tel.: 515-294-4342. I 
understand that this participation is entirely voluntary. I can withdraw my consent at any time 
without penalty and have the results of this participation, to the extent that they can be 
identified as mine, returned to me, removed from the research record, or destroyed. 
Signature of Researcher (date) Signature of Participant (date) 
Research at Iowa State University that involves human participants is overseen by the 
Institutional Review Board. Questions or problems regarding your rights as a participant 




Consent Form for the Control Group: 
The purpose of this experiment is to explore the levels of information processing strategies 
used when watching a clip from an action television program. You will be asked to view a 
sixteen-minute segment from an action television program and answer brief questions 
afterwards. Your participation is voluntary. Your grades will not be affected if you choose 
not to participate. Your participation will be anonymous. No discomfort, stress, or risks are 
anticipated as a result of participating in this study. 
I agree to participate in the experimental study entitled "Reflectively Integrating Television: 
An Experiment in Media Literacy" conducted by Debra Reschke, in the Greenlee School of 
Journalism and Mass Communication at Iowa State University, Tel.: 515-294-4342. I 
understand that this participation is entirely voluntary. I can withdraw my consent at any time 
without penalty and have the results of this participation, to the extent that they can be 
identified as mine, returned to me, removed from the research record, or destroyed. 
Signature of Researcher (date) Signature of Participant (date) 
Research at Iowa State University that involves human participants is overseen by the 
Institutional Review Board. Questions or problems regarding your rights as a participant 
should be addressed to Human Subjects Research Office, 2810 Beardshear Hall, 515/294-
4566. 
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APPENDIX C: QUESTIONNAIRE 
SECTION I 
Unless otherwise indicated, please choose what you consider to be the best answer. There 
are no wrong answers! 
1. How many plots are in this clip? __ 
2. In the office building, how were you first made aware that the scene was taking place in 
an office building? 
a) just sort of knew 
b) the set decor 
c) camera shot of the exterior 
3. A mysterious story about surveyors gone missing in the woods is later resolved by: 
a) dialogue. 
b) an object. 
c) nothing. It was left unsolved. 
4. The main purpose of this show is to sell action. 
strongly disagree disagree neutral agree strongly agree 
5. While watching this clip, I tried to understand the plotline(s). 
not at all a little bit somewhat a lot 
6. While watching this clip, I thought about the message(s) the show was sending. 
not at all a little bit somewhat a lot 
7. While watching this clip, I considered the editing aspect of its production. 
not at all a little bit somewhat a lot 
8. While watching this clip, I considered the writing of its dialogue. 
not at all a little bit somewhat a lot 
9. While watching this clip, I considered the artistic direction. 
not at all a little bit somewhat a lot 
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10. While watching this clip, I considered the camera work. 
not at all a little bit somewhat a lot 
SECTION II 
In the space provided, please describe what was being communicated in this clip. 
What did you think of this clip? 
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SECTION III 
1. How often do you watch Smallville? 
a) never miss an episode 
b) a lot 
c) sometimes 
d) rarely 
e) this is the first time I've seen it 





e) more than 15 hours 
3. What types of programs do you watch? 
a) sitcoms 
b) dramas I action 
c) documentaries I nonfiction 
d) news programs 
4. When watching television, do you carefully pay attention to these shows? 
a) I watch every scene and listen to every word spoken. 
b) I try to pay attention most of the time. 
c) Sometimes, if I'm interested. 
d) I flip back and forth to different shows. 
e) I do something else while watching. 
5. Have you ever had a media literacy I education course before in high school or elementary 
school? 
Yes No 
6. Your age on your last birthday: 
7. Gender: Male Female 
8. Your grade in college: Freshman Sophomore Junior Senior 






_Family and Consumer Sciences 
Liberal Arts and Sciences 
_Veterinary Medicine 
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THANK YOU FOR YOUR PARTICIPATION!!!! 
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APPENDIXD: CODEBOOK 
Question Variable Names and Codes 
Identification 2-digit number 
1.1. PLOT I -digit number 
1.2. PLOT2 0= not correct 
1= correct 
1.3. LANGI 0= a 
l=b 
2=c 
1.4. LANGlA 0= not correct 
1= correct 
1.5. LANG2 l=b 
O=a,c 
1.6 LANG2A 0= not correct 
1= correct 




5= strongly agree 
1.8 INSTIT2 0= not correct 
1= correct 
1.9. AUDIEl l=notatall 
1.10. AUDIE2 2= a little bit 
1.11. PROD I 3= somewhat 
1.12. PROD2 4= a lot 
1.13. PROD3 
1.14. PROD4 
2.1 MESSA2 1 = selective scanning 
2.2 THINK2 2= active processing 
3= reflectively integrated 










2= a lot 
3= sometimes 
4= rarely 





5= more than 15 hours 
1= sitcoms 
2= hour dramas I action 
3= documentaries I nonfiction 
4= news programs 
1= I watch every scene and listen to every word 
2= I try to pay attention most of the time 
3= Sometimes, if I'm interested 
4= I flip back and forth to different shows 















6= family and consumer sciences 
7= liberal arts and sciences 
8= veterinary medicine 
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